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Basic Components of_ln&tructional Programs

. , ©
S Fer Severely Handicapped Students
¢ . >
- L. . : & ‘ '
. Vles Williams, Lou Brown, and Hick Certo “ _ .

University of Wisconsin and Hadison Public Schools' - - i

-
& .
-

P

I . -
i

Severely handlcapped students (Sontag, B uiie.a York, 1973) are o

often different from many “rormal" and ”mlldly handlcapped” students on
a varlety of relevant lnstructtonal dlmen51ons (e g., generallzatlon,

retentfyn imitation, artléulatlon, ach|51t|on vision skills). Due to

v

such differences the premise offered is;that_the teacher of these students

must systematically"aellneaté; éompensete for the.absence of, or directly
- ‘ T - e . )

teach skills that teachers of less handicapped students may assuge are

operative. . : . : : 0
) ' :

( Far the past several years-the writers ‘and their colleagues have g °

&

. .t v
been attempting to formuLate and implement«developmentally tenable anda

i

emplrncally verlflable educatlonal services for- Severely handlcapped

- R kd

students in the.Madlson, Wlsconsln, Public School Systemﬂ Oné of the

.vehicles determined of substantial educational value from beth training

,J" .“,‘_ "-,_)

’The development and dissemination of thls paper was supported jn’'part -
by Madison Public Schools, ‘Federal Contract ilo. DEC-0-74-7993, and in /
part by Grant.No. OEG 0- 73 6137 to the University of Wisconsin- -Madison - ,
from the Department of HEW, Bureau of Education for the Handlcapped -
Division of Traldlng Programs ”Washlngton D.C. : S
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performance of specific skills are not taken into account.
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gnd service perspectives is the organization of circumscribed teacher-
pupil interactions into instructional programs. The term instructional
. ' '

program, as it is used here, refers to basic factors, variables, etc., .

»

that a'teacher of severely- handicapped students must consider, systema-
tize, and/or implement jn order to teach a particular skill. .

Brown and York (1974) delineated a four component model of an

. instructional program: \hat to teach (con¥ent)- how to teach (method);
. a— “ -

how does one assess whetH€7’or not one has taught (measurement); and the

N ’

ingtructional materials required. .

.
i

Using the* four component model of an instructional program deline-

-

"ated- above, severely handicapped students have been taught many develop-
mentally important, practically useful, yet circumscribed skills (Brown,.
Bellamy & .Sontag, 1971; Brown & Sontag, 1972; Brown, Schfuerman, Cart-

W;ight & York, 1973; Brown, Williams & Crowner, 1974). Howev7r, as
P

should be obvious, adherence to the ¥our component model may be neces-

- .

sary, but is not.sufficient to provide the best possible instructional

K}

ser¥gces in that several crucial factors related to the acquisition and
, R )

Thus, the
four component instructional program has been expanded substantially and

is presented below:

.
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Basic Components.of an. Instrictional Program . .
' . . B ) . ' . ' ]
|. VWhat skill does & teacher intend for the student to perform
® ' (Vhat .does a teacher” intend to teach the student)?
o« e . i
1. Vuhy ﬁoesaa teacher want the student to perform a specific skill? v
, ) . 4 . N ’ |
' 11l. How does a teacher intend to teach the student to perform a -
4 . (. ‘ _
b skill? - : . ]
.,“'[ . . ‘
;.ﬂvf" . 1V. How can a teacher empirically verify that the skill of concern \
. e L . v, N
g \ ;e
" F; o is being or has been taught?
1 o ﬁ.‘ ] ..?
" ' N « .
dg wax . & V. :Can the student pErform the skill a% a situationally acceptable
R e . ) - »
'/’, J '.M . L . rate? "
. ‘,"., aroE K | —— . . . ’
v A - - . . a
CG s . Vi. What docs a tgacher intend to use as vehicles (instructional
L , T —
f’r/ . PR materia®s) jgg;;he skill to be acquired and pérformed? R ]
N A - : : : :
a v - i VI, Can the student perform the skill across: /
‘Y S O A s ¢ . . . .
& L e £ ‘.
- Y, & . ., "a. Persons;
".‘“». : 3 ” 5 ' f .
Y oy 0 Places; / ” \
’5 oy f) S y Q,
4 g . ,
g o ", "c. Instructional materials;
“\ . - P
-¥"d. Language cues?
“VIli. Can the student perform a skill without directions to do so from o f
L persons in authority? N /
=1y o N
¢ v . .
S Béforg_procéeding to a more detailed presentation of each com-
' . . o
ponent, gbveral poigts should be noted and emphasized. First, space ¥
v , does not permit. as detailed a presentation of each component as Is
:3' .fqu.n . ] .
. p6§sible?u Sécond, there is no doubt that the list of componentf ' :
2 . , . g /]
. ) ‘ .
AAESPH REVIEW September, 1975 Issue One: Vol. 1
\)4 ‘l" ‘ ¥ -
ERIC | , 9,




&

. ) -
Instructional ‘Prograins Basic Components ° Page &

T

' ! '
"

del}néated above is incomplete and that addifional components will
~evolve. Third, we are recommen?ing that a teacher of seve?ely handi-
‘ capped students empirically verfé&Athe acceptable status of his/her
students on dlmeﬁsions of -at least tHe cémponenpsEdei]heated above.
- - In the narrative thaf follows an attempt will be made to elucidate

the basic qualitites of each component, justify their Inclusion, show

A

how they might be reallized, and provide teachers with practical sugges-

“ .
tions as to how the requisite skills Inherent in each might be incorpor-

ated into instructional activities. - #m\
I. what skill does a teacher intend for the student to perform? )

One of the more crucial differences between teaching normal or
mildly handicapped students and scverely handicapped students Is the
r degree of precision reqﬁlred when presenting Instructional content
(Brown & York, 1974). Teachers of severeiy hanHIc&pped students must be
afférded the experiences and skills necessary to systématlcally dissect,’
sequence, redissect, resequence, etc., skills under Instrugtion. In our

j&dgment, th%b;oﬁceptual and problem attack skills required and fostered
S

by a.task analysis orientation are ideally suited for teachers of se-
¢ e,

verely handicapped students.
1
A tcacher may be interested in teaching a value, an appreciét1on,
an attitude, a skill, a concept, an uhderstanding, a subtlety, or a

feeling. Certainly, such initially nebulous objectives can be taught to .

severely handicapped studnets. However,. the position offered here is
ki

“\\rthat such objectives probably can be realized more efficiently if they

AAESPH REVIEW ’ September, 1975 Issue One: Vol. 1
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-

can be operationalized in such a manner as to clearly indicate®to the ®

teacher and to thé student precisely what is requested and when it

should be manifested. It-is a rare Sevére}y—handicapped student indeed

who can make large leaps through poorly organized and unspecific curri-.

-
. A S
- e

culum content. On the other hand it hai'Qgen'our experience that ull
g

students can d§quire new skillsif thg;p skills are dissected and se-

iy

quenced precise1 . ) -

»

P Task analysis essentially requires the precise delineation of

skills within a particular curriculum area, the division of those skills
into component parts, and the sequencing of those skills from easy to

&

hard {simple to complex). According to Resnick} Wang and Kaplan (1974)
- * r’ -
task analysis involves:

the develop(ment of) hierarchies of learning objectives such that

mastery of objectives lower in the h]erarcﬁyﬂ(simpler fgg%s) faci-
. litates learning of higher objectives (more complex tagkg) vy e

This involves a ptocess of task analysis in which specific behg-

vioral components are identified and pne;eAUisites for each of

these determined (p. 680)

Perhaps the maJor purpose of analyzing skills inherent in a.cur-
riculum coptent area is to delineatg .an organized and. precisely stated
constellation of verifiable objectives from which a variety of instruc-
tional activities can be generated. A task analysiis is n5¥ a stateﬁént
of how a skill Is to be taught but rather a Statem:Lt of what is to be
. taught. A precise delineation of what is to be tuaght is an'obvlpus

prerequisite to the determination of the required matefials, teachﬁyj;

» Y
« . - . N

" AAESPH REVIEW September, 1975 Issue One: Vol. 1 .~
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measurement procedures, etc. . ’
Notions as to what skills should be included in a particular con-

tent area and how such skills might be analyzed and séquencéd can be ob-

-

[
tained or abstracted from at feast the™fgllowing:

a. Geheral child development literat

b. General cognitive development literature
c. General special education literature
d. Commercially available curriculum packages . .

e. Logical post-schoqg performance demands

.

It has been our experlence‘that teachers, of ;everely handicapped
> : . * >
students can rarely use, without substantlaQ¥adaptatlon, gommercially

-
..

. . ¢ . N
available instructional content. Thus, from a training perspective

o

-~ ( ,s- - : N ' B ’ . .
"perhaps ‘it is more appropriate to provide a teacher with skill3 and

: I « t . .
experiences in the area of task analysis so that in subsaqugn% practical

situations that teacher can adab; other .or create new anaiyses to fit

-~

[ .
the developmental functionfﬁé level of his/her students.

-

There are at least three major reasons why teachers of severely
. - - ) o

E

»

handicapped students should be skilled in the use of basic princlp]es of ,

task ipaf;;ls. First, a task analysis delineates starting points and

-

termu%al objectives and enhances the possibility that essential com-

, - °

ponent skitls will not be neglected. Second, utilization of task analy-

4

- . '

sis procedures facilitates Instruction that is tailored to individual

funCQISFﬁng levels. For exampl%, within the task analysis mode]’master§

&

of various objectives can be assessed before instruction and students

may only be instructed on objéifives on which they failed to reach and )

\ ‘ ’
AAESPH REVIEW September, 1975 Issue Ope: Voi. 1
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- .

- for which they have mastered the prerequisites. n addition,wstqdents
. . 4
<, ‘can be permitted to pfé&eed_through the'SequenCe at Egeir own pace,

-

taklng |onger on trouble spots and skipping objectlves on which they
- { demonStrate mastery. - Third, the utllizatlon of task analysis procedures

. " facilitates the ‘development of more effective and efficient classroom

.
-

t

-Programming. That is, a teacher can obtain data from students con-
cerning the order in which skllls are most readily acquired, and skills

that must be broken into smaller subskills in order to facilitate acqui-
. 4 S ' ) .

sition. This information can be. used to continually improve instruc-

.
»

tional pregrams. . .

1, Qﬁyﬁdoes_a teather want Ehe‘student to perform a épecific 2kill?
- Generally,liongitudinal educational objectives for severely handi-
““*\é;fffgfd students should be no diffefent than those for other students..
Public schools should'prepare severely handicapped students to fUﬂction
s as indepeédentl; as ppssible soclally, éocgtlbnquy, and_personal]y in

the least restricting post school environment. In our view, there lis no
. ¢

justification for preparing students to function in large residential

L) -

institutions or to éoster‘or maintgin the development of environmenis.
that unduly shelter, restrict, .or retard.

.Perhaps due to the limited educatl%nal\opportunlties in the past
and 'the almost-inevlt;ble plgcem@nf of severely hand]cgbped citizens in

%arge resldential’Tnstitugions, it might have been acceptable to teach

them to 'walk the line," "make pot holders,' ''watch Jack LaLane'' without

\\\\_ much concern for why such skills were taught. Now, however, severely
9 . X i
. e . »
AAESPH REVIEW September, 1975 . lésue One: " Vol.
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handicapped students will be enroll

ublic school programs for as

long as 21 years. Longitudinal public

/ v as a cumulative segment of a developmentally sound_ longitudinal curricu-
- n “ ’
lum sequence.

. e -

G/) Well defined skill sequences across curricula domains (é.g., math,
reading, language, pfay, self-help, independent community_ functioning)

- " may be utilized to precisely delineate functioning levels within each
_ . ) ‘
. . .
domain. Placement of an individual along dimensions within skill se-
/ N ,
quences provides the\{éacher with vital information concerning the: /’

giills the Individual has mastered, those that remain untaught, and in

what order they might be présented. In addition, ugiliiation of deve-

v g +

N lopmental skill sequences might minimize the Potentially deleterious

" -

effects of changes in feachers and administrators on longitudinal pro-

grahmlng. Obviously, a precise deleneat-on of the curfent ﬁuncthning :
> M >f
" -level of a student on a variety of educationally important dimenSions-

.

is more relevant to the development of viable instrucitonal: services
than the use of.su;h_descriptions as auiiétlc, séverely retarded, train-
3 - : o '
~able, psychotic, emotionally disturbed, and low MA.

Finally, while the provision of longitudinal. developmental services

3

is a goal to which we all must strive, d% have an extremely long way fo '

- {
go before realization.. There are persons around the country who have

>
. 4

developed relatlvely good preschoo) or postschool programs, others have

L]

. . .
. oy
, - : ..// .
o . ) . . . N
. .
. . . . .

. ' . K N X hY .- ]
AAESPH REVIEW - . September, 1975. ' Issue One: Vol. 1 -
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-

developed reasonable publlc school age programs, others have - developed
notable parent tralnlng actlvntes "others have potentially valuable

-

KESearch projects in operation, etc. To our knowledge there is no place'
l .
L“nw h//;h,all the needed longltudlnal service components are operatlng to
‘such dn entent that the“development of large numbers of cltlzens over

long perlods ‘of time ls maxlmxzed Certainly, we.still need to develop

N L3

‘ |solated bits of |nformat|on certaunly extraordlnary case study achlever
///// ments WIll continue to be |nsplratlonal byt these and other such de--

limited endeavors - rarely provlde substant)al changes in the llfe styles
' VAN
of many ‘severely handicapped citizens.” : l
- 1 rt\—“ ¢ ,

IIl. How does a teacher intend to teach the student to perform a skill?

There is no doubt fhat teachers can formul te'loglcally'dgfegslble

-

v -

longitudinal curriculum sequences and ingenious clusters of apparently 3
. ) .1°' - -
relevant task analyses However if a teacher canndt te %hwsfudents to .

perform the skills requlred by the sequences and anali es, then all is

& ' .
. for naught The procedurcs, techniques, tactlcs, strégegles, étce.
L} t s Q
‘ teachers use to reach new skills may be referred tofas the how of -
A r»

struction. Without a technology of how; whgg to gepch is rhetorlc

. Arerlng at an emplracally tenable system oF~ Bjop teach ne‘;

k4

skills to severely handicapped.student' is one of the most cr

ineating an

K

\g challenges con#lonting the educator ' Partlcularly since dr

appropr|ate how to teach is almost always confounded wlth varqug

-~ o - ‘.
.

degrees of Visual, auditory motor, attending, etc. impairments;
s L ' H

.;f' i
; P
. ‘ ‘ o H ‘ o
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'Preclse and replicabic¢ statﬁments'as to hdgw to teach new skills are

L. y .

unfortunately quite rare. | Whaf may be én effe‘tivg procedure for

teaching one student or one group of students

.

another student or group. In addltlon, even’

' may be inappropriate for

‘u;h apparently. precise -

techniques as pperaht conditionihg, discrimination tralning,and behavior
: &

madification are probably arts (Bricker, 1970).

Y

.

‘Statements as to how to teach severely handicapped studepts have
- e . . &
. o . . :
emahated from and will continue to emanate from many sources: elec--

trical and mechanical engineering, human deVelopment, special education,

N

psychotogy, ?eaéher and parent ingenuity, the history of education, what

" grandmothers once did to name but a few. In an attempt to be eclectic

and practic?];and still be reievént to the problems of severely handi- s

-

cappbd.st ents, we have organized information from a variety of sources

'mgylbe referrgd to as basic principles of acquisition amd
: . ..

perforpance. Many of the termé‘used to describe these principles have

v -

ing, discrimination Iearnjng,'observationql Iearning, concept devel-

dp ent, imitation learning and behavior modiflcatlon However, it

. -
4 . -

,1ou1d be emphaslzed that these principles, techniques,. tactics, etc.

5
/Qust be adapted oricdnvefxed for classroom use; that many schools of
t

éought descri \the same event with diff

nt words; and that the
e utilizatlon now are not sufficient

ity.to.proviqe_the>best po%sible‘ser{iCespz.

o

e " e

A more detailed Ilstlng of basic prlncaples ‘of acqulsntnon and per
formance and appréprlaté references are avallable upon request.

Vo - .
N S -
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o IV. How can a teacher empirically verify'thatithe'sklll of concern
Alsvbelng, or has been taught? o A S -’
L . ) . n L] - . . - . . .\,_?:‘,
' * Some teachers do not even attempt to' systematically assess any

aspect of student progress; some teachers attempt to record every re-

- ~

sponse every student makes every mlnute/the/students are ,in school some

-ow

teacherc use one part|cular measurement ‘system to the exclus:on of all
-‘. ‘Q

others._ The pos:tjon offered here is that~teachers should have the.

‘skdjls necessary to lmplement a varlety of measurement desugns and

.

technlques in such a manner as to foster a smoothlyflowung |nstruct|onal

athe

enV|ronment yet in a manner that also‘allows the systematlc.recordlng //
R angd. emplrical verification of crucial aspects of student development.

'ﬁz»_; ' There ‘can be little doubt that direct measurement of the develop-

~

. mental progress of severely handxcapped students isa vital, aspect of

e . »,;, any |nstructxonal system. Perhaps the followung two-passages:are appro-

- prlate here o . Lo, S

t

- o

» el e .
’ ' ”eln“any empirical definition of teaéhing,. instructional measurement

” To.

'r%‘cruc1al 'Wlth normal.and mildly hand i capped students, infer- -
;'enceS:about populatlons of skllls made from samples and lnferences

. : ;' about generallzatlon of Skl]]§ across persons and places and materlals

w

are probably necessary and_tenable. Unfortunately, lnferentlal ] .

_ \ _ f ' measurement; in our judgment;‘isman extremely questidnable measure- .
, ‘ment orientation when applied ‘to most se{erelyﬂhand}capped'studentsﬁ
R Thaﬁggneral rule:ghat we try to follow may be stated as follows:

. [
.

If you determine that a particular response, skill, concept, etc.,

€

E . . . .

7 o~

2t

. S " lssue One: Vol. 1

. e o . paoo
y _ _ ; z; : .
« . e . . < - 4 .
K- ° . . . -~y S0 j. ' . 2

[
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4 . 1 -

g, S ' is lmportant to the deve]opment of the student then it 1s incum-

.bent upon the teacher to dlrectly measure the exlstence of the
response} 'skill, concept, etc. of concern_(Brown,and York, 1974, p. 9).

o=

oo ) & . ) . o
Direct measurement is particularly crucial in attempts to teach

@ T .
-

T i - Tt - r Lo . ‘ .
cumulative tasks. If the correct performance of the resp0nses in

e

‘ _ v component c of a task are dependent upon the correct perfdrmance of €
- : ‘ ' 3 S -
- ' ' the responses ir components a and b, then the teacH®r must guarantee

. A w»...-*‘

that a and b responses are in the Behav:ora] rgpertotre of th

- - o student before she even considers progresslon.to;component c.

| Since most developmental'skiils are .in many ways cumulative (mathe-
matiCs.,‘_reading,'Ianguage,'speech practrcaJ arts), teachers of
tralnable-level retarded students must- be prepared to spénd rela-

tively long periodsvoﬁdtime‘and_co&s rable effort deve{oplng

o

“basic behavioralfrepertoiriiagprown, 19?3, p. 110-111).

y o, .
AN « , S -

I

g

1t should be noted and emphas:zed that in addjtlon to competencnes’
4 f\ o related. to how to emplrlcally verlfy (measure) student progress, teachers .

¥

should.also be exposed‘to ratignales regarding why and'when,to measure
. A" ° B .
and to a variety of approaches toward measurement. ,

. Yy . o ' , .

. o The. following is a selected listing of measurement issues, terms,

designs, assumptions, tagtics, etc. to which our teachers in training

are exposed. It should be noted that most of the designs“lfsted below

are what may be.referred to as ''subjects as their own controls designs.'

1 o ' .
However, in addition to the listings below, teachers in training, as

. AAESPH REVIEW , September, 1975 “Issue One: Vol. 1
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A

part, of thelr general preparatlon also receive lnformatlonfregarding

g .
parametrlc and nonparametrlc statlstlcal manlpulatlons, lntergroup e
designs,~standardtzed tests,_etc.3" e B ? o Lo

A ° !
\\. . . x © ) . '
\ ' ‘ BasicPrihkciples of Instructioqal_MeaSuremenf

- < . -y

1. Subjective - Objective \ 15. Correlatibn-

2. bependént Variable .. - 16. Criterion Réferencéd{fésts .
3.. lﬁdependéni Variagle I Rate‘of"ﬁesbgn;e_‘ ‘
4, Intra-group MeésUrement.Deéigns'; 18. Intensity df RéspénSe N ’
5. Ihter-grpup Measurement Designs 19. Frequency of‘a.ﬁestﬁég
6. Correlated Designs (AB Desighy 20. _Lateh;y of a Response
7. ABAB Designs o g .. 21. Duration of a ReSpOn;é’
8. vTest-Teach-Test Desighs : : ' 22. -Errors to Criterion '
é. 'Mpltiple_Basebine Désigns 23. Population
10. Trials to Criterion Designs 24, Continuous.Meé%urehegt
. il. Difect Measuremént' 25. Eérameté( . | ;f“
L " 12. Inferential Qfagjstiés*' , J‘ 26, - Sample B ' ;”-: |
13 Cumulative Frequéncy Designs 27. StatF;tic | Y
T qh. Reliability R o 28. Descriptive Statistics
R
. . »
o ) 3A more complete listing and approprlate references are available
upon request. ) : ~
p :
?
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V. Can tHe student perform a,%killﬂét a situationally acceptable rate?

=

°

"Rat is a ter% which typically refers to the number of -times a
. ) B4

N ‘h‘ . g H
sparticular response occurs in a given' time period. ~Int*an academic

1

“setting/where often times a skill is a composite of different responses,

[

¥ : .
the yld@'of rate can be extended to ‘include the number of times all

s

critical components of a %kill are'performed in a given time period.

There\&s no doubt that severely handicapped students have deficiéncies

-

in the rates at which they perform particular responses or clusters of

respbnses. There are times when severely handicapped students manifest

rates of responding that are too high. For example, a normal student’
- ~ ' . o

0

: might,hit himselfi{thhe head once a week, a severely handicapped

. , \ - .
student might hit himself in the head five times per minute for months.
1] L. . . ‘ R .

A somewhat similar but different raté deficiency also manifested is the

/ - s

N L}

N 3 ; ' .
i?ordinate amount of time many stud?nts require to progress.through a

» ‘

4eries of cumulative responses. If students have acquired a skill and

j , ‘ - .
performed it correctly a specified number of times, it does not neces-

v .

. : . ‘ .
sarily indicate that the skill is mastered. |In order for a skill to be
: R , )

donsidered mastered, that skill should be performed correctly at a

’ N

relevant rate criterion (proficiency).
There are at Peast:threé reasons for fhcluding rate of correct
responding as a component of skill mastery. First, if students are to
compete with and be tolerated by other individual§ in the community,
they will have to pérform skills at communitysacceptablé rates. ‘For'

example, assume that a student has been taught to make change and then

the student is asked to go to a grocery store and purchase the items on

»~

AAESPH R;v&aw. ' September, 1975 Issue One: Vol. 1
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.

R 'ﬁ/ a: grocery list. “In a situation thatﬂactually occurred one of oun o

Y :

/° students secured the ltems on the llst, computed the total cost off
/ items, and thén counted oututhe_approprqate amount of money requnrev>~

/ ) - .

o pay‘for‘the goods:‘ Unfortunately, the counting of the money require

almost five minutes. Thus, a situation can exist where a 5tudent could

- a

accurate\y perform a given series of responses, but ‘the -time required

ﬂ
for_thécperformance may not be acceptable in a communsty-setting.
/ _ +  Second, if a sksll requires the utlllzatlon of a number of re-"

: L ' sponses in .sequence, a slow rate of reSpondﬂng may lntErfere wnth the

“

@erformance of all components in the sequence by increasnng the proba-

. 1

: bllity that the student may be unable to recall certain components. For

example, assume a teacher gives a student a three component direction to

\ - followl If the student takes twenty minutes ta perform the first re-

v sponse, there i? a good chance that she/he may not remember the cues for
- ‘ B N lo
*  the last tworesponses. :
0 o Third, if'one accepts the premise that a skill*should be not only

A / - 5 ) ‘ i B ,
' performed oprrectly, but performed at an acceptable rate criterion, then

a questiory remains regarding when a rate crlterion should be imposed

.

upon sle/s that are cumulative. Because of a paucsty of research in
the application of a rate criterion in educational settings, a teachen

faced ywith this question seems to have two major options. Assuming

skills A, B and C are cumulative, a teacher may -chdose to require the

oving on to B; next

‘ | X
studeht to: perform A at a proficient rate before

perform both A and B (i.e.,-ln-combination)_at a pedficient rate before

moving on to C; and finally, perform A, B and C at 3 proficient rate

lssue One: Vol. 1

b
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N /
S 4 -V, Mhét‘ﬂées khe Teacher Intend to Use as Vehicles for the Skill

to be Acquﬁred and Performed?

»

Tasks and'taskrmaterials are vehicles through which skills are

“ . faught. /;bviously, choosing tasks and task materials should not be made
. - - / .

v

in a hédty, arbitrary, or nebulous manner. .Teachers should carefully

|
design nd/or choose tasks and materials that reflect a consideration of

the unilqu aroblems presented by 'the students of concerm. As one of'thq

primary gpals of teaching severely handicapped students is the eventwal

‘performarjce of skills acquired in controlled Instructional settings in

“ ) _ . ..
other |mofe practical environmental settings, many tasks should-be chosen

t ]
" for theilr functibna) use across environments. =~ & . . .

a

udctional tasks can serve the dual purposes of concretizing ab-

L

stracit concepts which may increase meaningfulness (Zeaman, 1973) and of
‘I (C‘ N .

teacHing practical skills that students may be able to utilize daijly
7

acroﬁs many environments. - For examplie, one-to-one correspondence skllls

(alijnlng members of two sets in an‘arrangément which,manifests a one-

to-o

1

e relationship between the members) may be taught through the
.% aligﬁlng of ‘blocks and bears, putting straws in cups,,giving each class-
mate |a cooqug or giving each plaéc setting a cup, plate,‘Spoon and fork

{

“when {preparing for lunch. The latter two examples teach the skill while

v

[ v

A  AAESPH REVIEW September, 1975 Issue One: Vol. 1
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* , ' stressing function in‘applied settings; the former two simply require,

*performance of the skill. Theﬂneanihgfulness and utility that func-
. a-
tlonai tasks.can add to the |nstruction of a skill argue strongly for

their use when designlng inatructnonal programs for severely handicapped

students. ®

Not all skills can be taught exclusively through functional tasks
and materials. The types of tasks needed to tea<; many V|sual d|scrim|-»

o T nations to severely handicapped students highlight this point. When

teaching a visual discrimination’skill the task chosen should make the

[}

essential stimulus charaeteri ics (e.g., form, color, size) easy to’

,&;w ‘ \
dlScan.' Although this point appears simple to apply it has ramifica~-
~ © r
L e : x tions which, if not consideréd when structuring tasks, unfortunately may ’

u

lead to the develqpment oﬁ’differential responding to nonessential
stimulus characteristics..vFor example, aSSume a teacher wants to teach
a student'to discriminate the letter “A“\from the letter '"B.'" In an
aﬁiempgﬁt6 make the differences between the two létters‘easy to discern,
the teacher then preéents a red upper case-!'A" and a blue uppercase
's." ’ ln\\his situation the teacher may find that the student has

léarned that red is called “A" and blue is\falled ng, 1
.Y

A fundamental discrimination learning rule related io_selectinqp

tasks with which to teach concepts . is, to choose tasks which will insure o
that responding is controlled only by the essential characteristics of
the <ohcept. ﬂxathe letter recognition discrimination task mentioned

A N N i‘-

above, th}s rule requires that the task should be designeﬂ\so that

-

respondidg is %ontrolled by the form of the letters, not bQ\color, size,

4

AAESPH REVIEW September, 1975 Issue One: - Vol. 1
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-
téxturé or spatlal position, etc. VWhen using a functional task, control /
’ over nonessentlial or irrelevant characteristics is often difficult to o
' achieve. For.example, If one of the tasks used to teach letter discri-
) mination is labelling the letters in the words "men'' and ''women'' as they ;
appear -on the doors of public rest?ooms, a multiplicity of scripts,

. co{ors and placements would probably be encountered which might Impede
acquisition of the skill. In such situatioﬁs, nonfunctional tasks which L
make_the essential stimulus Fhéracteristics easy to discern an& concom=
mitantly reduce nonessential stimulus characteristics should probably be
employed iﬁitially. Once the skill is acquired, however, essential and

~ nfnessentlal stimulus dimensions coufﬁ then be varied or lné%fduced . .
: When relating to this'issue Becker, Engelmann and Thomas ({971)
suggest that to insure fﬁat‘essentlal sf?%ulus characterlstiés control
‘ﬁﬁu,:respondlng, instructional tasks should be chosen whlch'éjlow the teacher
o | R ‘ e -
: 1. Teach a concept gprough a set of Instances and not l§§tances:\\
‘ ;;4 . = ‘of the concept (e g., anmples of the lette# npn and“éxémprié ‘
| that are not of the letter "A"). : e " |
G " | | ' )
2. Construct instances of a concept such that they all have
essential concept characteristics, and construct notki;stances
havung none or only some of the eSSentlaI character%?mlcs.
3. FreQUently vary nongssential chapacterustlcs of Iggtances and . ,,B
v not Instances te Insure that.resﬁlndlng is only to essentlial :
characteristics (e.g., when teaching the letter "A", %ﬁe siZe, \
\ color,‘teglure and position of i&stances and not lnstS%%es of :
the I;tter should be varied). |
AAESPH REVIEW . September, 1975 - Issue One: Vol. 1
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Implicit in the above three suggestlons is the assumption that students

are.attending to varlations in essential and nonessent.ial ch racteris-

tlcs of the stlmuli presented. Often it is not enough-to simply expect

that consistent‘manipulation.of the stimuli will be both necessary-and

‘ | &effitient corditions to-produce the differen?ial responses of concern.
In some insfances having studcnfSYVerbaily label stimulus dlmensions
(nonverbal students. might use gestures) and §timulus choices may faci]i-
tate differential responding to essential stimulus charaéteristics, and
also increase retention of correct responses through the development of
mediators (Butterfield Wambold and Belmont, 1973, Borkowski & Wanschur g

- 1974; Bricker, 1972; Jeffrey, 1953, Jeffrey, 1958; Chatelanal Henav‘son,
RobunsOn & Bricker, 1971; Zeaman, 1973; Zimmerman & ROSenthal 1974) .

Other ‘situations in which a teacher might choose to supplément .

Q

functidnal with nonfanctional tasks might be those that requlre repeated

- e

e for the acquisition of a skill, since many functional tasks
. typlcally permit only one or two response opportunities for only a few

‘students per day. It is probably not efficient ‘though to simp%y employ

[}

N ‘a task because It permlts repeated practice of a par@qular skill Ln

that - boredom and inattention which can compete with %cademic progress
. : -7
are many tlmes end products of stereotypic repetition.

'Whether a task is functional or not, teachers should attemnteto

v
utilize tasks and materlals that have reinforcement value. Choosing

‘\“-\g\;},

tasks on the basis of: their reinforcenent value involves selectl tasks

and materials with which students will readily interaCt,'preferablv ﬂn

free play situations. (A free playvsituation Is referred to-hgre-as one

A, » ,

' . v

W, , Fr
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»
-

efe.the Yask is available, but the ktudent is neither prompted to

.,
e

+* ‘engage in it nor externally reinforced. for engagements.) On many. occa-

-

sions-teaching skills through tasks with reinforcement value may involve L
’ ]

teaching skills through toYs, games, music and songs (i.e., sight words
may be ;aught through bbtentiaily dull flashcard.drills or fhr6Qgh
potentially more interesting sight word games). |
ﬁf ) If it is necessary to teach skills for thch few funofionakftasks
can be readily devised, then games, toys, music and songs whi¢h require
the performance of the skills may e;able the teacher to add én intrin- o
Sicglly reinforcing fgnctional compdnent whilelét the same time in-
%?«creasing the probability that mainfenantg,through repeated practice in J’
-" . other environmental ‘settings will occur after instruction. »;I'hat is,
gémes, toys, music and songs which rgquife the befforméﬁce of Ekills may
:be used . to éugment aeadeﬁic programming and as recreational aéfivitjes
_ . .
to provide additional pracéice of skills in a variety. of environmental
settings. _ . . . N R

Some criteria for-selecting potentially reinforcing tasks are: a)

i) . - tasks should be novel or offer resuits that are .not always predictable;
< . . ! o .
. . . . . s - .
e b) tasks should be.matched to functioning levels. Tasks which-dre
4 i either too easy or teoo sephlsticatép are not appf¥opriate. However,
@ ‘tasks just above current functioning level shauld.hold interest anbxrace "
o . ' < } B -, . ' e
. « development; and ) tasks should -allow active engagement and manifest
’ , . '’ cause and effect Qg}aﬁionshiﬁs (Piaget, 1952). - = , ~ .
Y ..Thgre‘areyat'least three major advantages to teaching skills

A

tthQthtaSkg'Wifh-reinforcement value:. 1) ékills may,be reinforced by

.

) . ) . . . ' . - .
o I N . i v B
. ) , - h - - ) )

)
i
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. alloW|ng cont|nued performance of the task and/or interaction with the

task materials instead of relying upon teacher del|neated reinforcers,

A

2) students are,more likely to interact with the task materials and thus

perform the skills taught through-them outside controlled iﬂstructional

sltuatlons and 3) there should be an increased probabillty that stu-
dents/will visually and/or aurally attend,to intrunstcally ‘reinforcing
tasks and task materials, thus posslbly eliminating the need to syste-
i -
;;mé;ﬁcSng teach attepding -~ a necessary prerequisite. to most teaching
situationé@; f:” S ' i - “

oo, \“

There are two addltlonal factors which should be considered when '\\

roe

\
A\

’ ”g ,i\\k delimiting«the types and characteristics of.functional tasks. First, a

. 0 task that may lnltially appear functional may not actually be so for

-

partscular students who'Iive in environments where - there are few or no

- _ opportunlttes to perform related skills. Setting- a table is a func-

tiOnal task through which one-to-one correspondence skills can be .
’ . | . \

Frrm

taught. Houever vuf students live in an environment where they are not
‘and may never be required to set a table, cne bask WHLJ not have Finctional
value. Thus, teachers should attempt to insure that tasks are choSen ‘
that adequately represent the options that students have ava|lable in

the environment in which they live or might live in the future. Second,

*

tasks should be chosen on the basis of their facilitation of later skill |

.

develooment. Th|s involves teaching tasks that will become components

ot higher level skrlls in a developmental’ sequence. Teachlng\students

to count fingers as a rational counting task may not have much utility

1

~ .

) when rational counting isvtaught but should have great utility when

- L | - o
AAESPH REVIEW ~ 'September, 1975 Issue One: Wol. 1
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| ’ : <
addition is taught.’

In'summary? when a teachen is considering what ti/uée as vehicles ) s
for skills to. be ach|reL‘ane performed by severely handccapped students,
tasks and task materrals should .be chosen on at least, gbé/nasas of .
their: .a) funct|ona!'use to the ind|v4dual sthdent, b) ease of dis-

‘crimlnatlon, c) accessib|l|ty to repeated practice, d) reinforcement

value; €) facllitat|on of skill maintenance, f) accesscbility o f(e;

_quency ‘of occurrence across Settlngs the |nd|v1dual inhabits;7and g) » © .

faclfrtation of tater skill deyelopment. As it is’ unll ly_ that mapy

tasks will fulfill all the criteria delineated; [t is often necessary to =~

wr

teach a skili thfeugh many»differeni tasks and mai7?ial%}

/

VII. Can the studentAperform the skill across persons, places, in- -

structlonal‘materlals and lanquaqe cues? ,
e & '

A stimulus generalﬁ?atlgn paradlgm may/be used to_conCeptualize
7} ‘ . ’ . \\‘ . ’ .
selected. aspects, of Severely handicapped students' failure to perform

Skills acquired fn one teaching environment in other environmental
[ / -

) A
configurations The summarlzatlon of laboratory research studles
concerned with stimulus generalization, contained in Mostofsky (1965)

.
- suggests that a gliven ngsponse must be taught with the vteaching environ-

”

ment in_a specified state or configuration. ‘After a response has been

taught, variations in some well controlled aspect of the initial ‘teaching .

4

As used here environmental configurations include language cues, _
persons, places and instruct|onal materlals.

AAESRH REVIEW " “September, 1975 " Issue One: ~Vol. 1
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) , ) -

envifonment ‘can be introduced and the presence of ‘the response in the

_ new environmental) cqnfiguration can be measured. Research findings’

related to stimulus generalization suggest that if dcamatic departures
from the initial teaching env1ronment are arranged perfgrmance in the
changed enV|ronment‘wnII probably be suBstantiain different from per-

" formance in the initial teaching environment. However, if the changed

— ? .

envlronment is only slightly different from the in|t4al teaching envlron-
ment performance in the changed envnronment will probably d|ffer

slightiy lf at all from performance in the initlai teachlng environment.

.
s

The radat|on of responding obseived when the performance of ‘a

- . iﬂ
-

response is assessed in enV|ronmental conf|gurat|Qns si?ghtly or dramat-

3

ically different from the configuration in which the orrginal |n$gruc-
o \ ‘ .

‘tion took place is known as a generalization gradient. Sidman (1960)

¢

States that, l'The generalnzatlon gradient provides a mechanism whereby

,

behavior can.adapt to an envnronment that never exactly repeats any

-~

combination of 'stimuii.' If a successful form of behavior were -to come

under the control of the precise circumstances that were present at the
time it was acquired, we should have to relearn the behavior each time
the original situation reoccurred.with its inevitable variations (p.

207);" In the following paragraphs attempts will be made to describe

how.a. st inulus generalization paradigm may be used to conceptualize

general ization across instructional materials, ‘extraneous stimuli and -

A

relevant cues to respond.

ARESPHy REV i EV " September; 1975 Issue One: Vol. 1
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Performance Acro$s instructional-fldterials
Assume'that"a student'ivra/;:hlic school

to touch a bal} when the teacher presents a small dark blue ball, a

classroom has been taught

-

e small dafk blue cup and’ the verbal language cue, ”Touch the-ball If
the teacher then dramatlcally changes the task by presenting a Iarge . .

brown medicine ball three feet/in diameter, a small dark Blue cup and
> . . !

the language cue, '"Touch the ball,' it is relatively unlikely that-the .
student will manifest better than a chance level of correct responding.
However, if the teacher only slightly changes ‘the initial fnstructional e
. . o [ . g
\ ) .. E 7

materials by presenting a small-llght'blue ball,,a small dark blue cup ., .
—aat oy et L

" and the verbal language cue, “'Touch the<ball;” it i$~likelybthat.the'””

_student thl‘consistently respond .correctly to the mew instructional - .

materiaI, To eummarlze;'if dimensions of?lnstfgctdonal matehfals ate v f :
changed sﬂtghtly, students tend ta maintaln responding or geherai}ze
» , N . . .
éigﬂhateriais. On the other hand, if stlmu1us dimenslons are changed‘
\ dramattcally, students‘tend to respend differentially or- discriminate.

3 .

N _acr

Y

[

Performance Across Extraneous Stimull

- o - - .
Extraneous stimuli, as the'phrase is used here, are stimuli in the

L

environment which are not intended té.control a specified responsef
That is, touching a-ball in response to*a vetbal language cue should not

be a function of the size of the room, the color of the teacher's hair, .,

-

¥ the chair in which a student sits og the po*ition of the obJects on the

t

¢ L]
. .

table. However, it is possihle that some extraneous featurgs of an

Iy ° L.
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I f a teacher does not “allow for such- a pOSSIbI]ItY, she ‘may mistakenly

[T .

conJect that failure to perform across envtronmental conflguratlons is

‘;.solely a functlon of, for example, the student not attendlng to the form
cues of the ball and the cup referred to above. ln fact however,
failure to perform may be a funct|on of dramatije changes in the chalr,

h

oo the table, the room, the color of the teacher S ha|r, or the posntnon of -

1

’ the‘obJects on the table. . '_'t N
' . T . . i

Performance Across Relevant Cues to Respond : . <

S ' A relevant cue to- respond is referred to here as a stlmulus or

L | stumu.us cluster which is |ntended to control the responsega_student
to perform. ‘In.a classroom for Severely handlcapped students cues to
respond are usually preSented by a teacher or conta|ned in |nstruct|onal -

) . %
aterlals. However, such stlmull as school bells and the time on clotks

,'.". soM
-

also functuon as fues to respond ‘o

] - Cues to resgond typically have at Tleast a verb component whlch

-~ ;
“indicates the act|on the Student is to perform te. g.,~touch take, glve, .

\"’"r
o fp|Ck up) and a noun component which |nd|cates the ObJeCt of the action

-~

(e.g., touch the ball, ple up the paper). Cues to respond” whlch have
s actlon and obJect components do not have to be verbal in nature a

stare by a teacher may be a oue for the student to “'Sit down on a o

. o
. v

chalr'” a deaf educator may use hand signals to cue a student to “Touch

a ball’.’-l These cues are nonverbal but nevertheless oontaln-actlon and
’object cdmponents, In addition, lt should be noted that sllght var|a-
"tions in the physical topography of nonverbal cues to respond may not

oy . .
L . ) . 't : *

» N = : o R >
. ‘ . T o .
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-

varlatlons in nonverbal cues to respond w:ll result in dlfferentnal
performancem Concommntantly, when- the cue to reSpond is verbal sllght

varlatlons in the way words are artlculated will. probably effect pef-

.

;formance mnnnmally, while dramatlc articulatlon changes wnll probab]y

Y , ) " 0. C
v
.
~s : A

In a.stimulus general ization paradigm a student is required to make S

topographlcallv slmllar responses "despite varlatlons in d|menS|ons of ,

-

the‘lnstructnona. materlals and extraneous stlmulus constellatlons.
o A | .
Performance across different verbal Ianguage cues certaﬂnly may be~"

»

conceptualnzed wnthnn the framawork of a stumulus generallzatlon para-

o

~digm. . However, performance across dlfferent Verbal language cues

S

requlres add|t|onal d|scr|m|nat4@n tra n ing to generate dlfferentlal

‘

performance to the dnfferent verbal Ianguage cues. o " >

l L4
More speclflcally| a teacher can issue a series of different verbal

language cues to reSpond and the approprlate responSes to the dnfferent

Ianguage cues could be t0pograph|cally dlssnmllar. For example, a

>t

teacher could present the student with a slightly different colored ball

‘and cup on each' trial and rotate. the cues, "Give me the ball;" "Touch

[
+

“the ball;" "'Point to the ball;" arid "Také dFhe ball." The student would

. have to respond in a top09raph|cally dissimilar way to each different

verbal language cue in order to respond'correct1y: In th|s situation

>

the stimulus generalization paradigm applies in that dimensions of ‘the

instructional materials were varied such that the student was.required

to reSpondvto‘a slightly different instructJOnal~materiaf'on each pre-

- . -
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result in differential performance; However, it is likely‘that:dramatic '
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N - .. . Co .

[ -t

o - : ~
- sentation of the noun component of the verbal language cues. However,

& - ~

’ . . Cosy

ln;prder,#or the student to respond correctly it was also necessary for
- , - . - 'n' - . - . . °

¥ the studént to discriminate the different verb. components of the various

P
53

resbonse cues and differentially. rdspond to those cues.

P

. In)addltlon, however, a teacher can, lssue a series of different .

- verbal language cues to respond and the approprlate responses across the

-t -~

SN dlfferent language cues could be'topographlcally Slmilar. For exa@ple,

N N

. e
.- - R ” . s R
e s . a teacher could say, “Plck up many,“ or '"Pick up several," or ”Plck p-a

R ]ot il or ”Plck up a bunch " anu the student could respond S|mllarly and

- ” Py
& @ b

: correctly to all the different language cues.

Obvlously, certain verbal language cues may present un|que problems

when attemptlng to teach a student to perform a skill across environ-

.

mental conflguratlons because the student may be requlrcd to respond

= dlfferentlally to components >f the cues. For instance, ‘assume that in

. -7 an n|t|al teachlng environment a teacher taught 'Tom' to touch the bail

_ : when presented W|th a small blue ball: and a cup; a large red ball and a
. P

@ pillow; a small brown ball and a potato, etc. and then proudly announces
: to;Iom's mother that he now can‘indicate‘what:a:ball is when glyen a
verballlanguage due. Fhat‘night, Tom's mother.places a small blue ball
and a cup in front of Tom and says, ''"Give ne the"ball“ ad Tom fails to
give the ball to his mother. If‘lt can be assumed that Tom did not fail
due ‘to changes in the instructionallmaterials or because he respondeg to
o | extraeous stimuli in: the home envlronnent, the reasonlfor failue may be 9

due to the change in the verbal ‘language cues used. If the reasons Tom

failed are relatedr to the verbal language cue lssued by his.mother,.then

< N

. » . ) ‘ Vs V . . . - ‘.
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at least two'hypotheses'Seem-tenable:' First, Tom may not‘haVe responded
differentially and Endependently to the specific vefb andﬁnoun QSm-
- ponents of the laqguage‘cues in the school and home environﬁents. That
is, he'mEy have responded to only the ngun components of fhejlanguage
cues and therefore did ndt"differentjally fespond‘to~the different verb
tomponen;s. éécond, Tom may haQe responded differentially and {ndepen-
~dently to the specifi; verb and . noun components‘of the verbal language

cues but did not %now what action to perform to the ''"Give'' component.
]

. ) - The implication for educational pifogramming is that to teach a

. - istudent to perform a skill across eavironmental configurations the

situdent must be taught to appropriately respon& to. common variations in
_veréal Iapguage'é;esl extranéous stimuji, and task materials that fr;-
.quently‘o;hur across ehvi}onmentél.éonfigurations.

If fhi succegs of a program is to be assessed in terms of student
performance of skiiis across environmental configurations, then the
objectivevfor each major skill tadght in a program should include

.. ' ) student berformance of Skflls across such sefected eanronments. For

example, the instructional objective for a one-to-one correspondence

skifl might be: Given the 1anguage cues "Give each a ' "Give

;

B

every a , or "Put a () in each ( DL by at least

three different control figures (e.g., teacher, mother, peer) across at

§
least three settings (e.g., classroom, playground, home) and across at .
i o ' least three functional tasks (e.g., setting the table, passing out

cookies, dealing -cards) the student should perform the skill.

AAESPH REVIEW o Septembar, 19€§{) Issue Bne: Vol. 1
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i . .

Potentially, there are many instru&tional strategies which could be

employed to vinsure that student master objectives. Perhaps the following

<

étrategy may be reasonably efficacious. If students are to perform the

skills across functional tasks, thén teach the skill through a combjna-

tion of functional tasks and nonfuctional tasks which fulfill the task
'l . |

selection requirements previously delineated. ~For instance, teach the

-
.

students one-to-one correspondence through such tasks as passing out
. ’ (-4 ' ’ - -
Jujce cups.and giving each bear a-block. . If the students -are to perform

the skills across settings, then it may bg advantageous to teach the

skills.in several settfngs. For instance, teaching might;bccur in the

gym, on the playground, in the hall, in the bathroom, and in the kitchen
© - s

area usingitasks appropriate to,thoserareas. If it is necessary that
studeﬁté perform skills under the Airection of several control figures,
then several control figures ma9 be used in Instruction. If the students
will likely encounter varied language cues'to respond, then instruction
should include cues to respond which frequently occur. |
A >
Many edudato&@geVa]uate instructional prbgram efficacy in terms of
how quickly students advance fhrough the Step% of a task analysis or
;ﬁ o Peurriculum sequence. HoweQér! gffjcacy should also be assessed in terms
of{whéther the students can perform skills across pefsons, places,
instructional materials and language cues. Inguring t%at students can
perform skills across environmental configuratiops ig}many instances may

SIDW’S%? students' advancement through the steps of a curriculum sequence.

T8 acgount for this, educators will have to incorporate measures of both
Y ! )

\ -

rate of advancement through a curriculum sequence and performance of

AAESPH REVIEW - September, 1975 Issue One: Vol. 1
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L]

[}

4

skills across environmengal gonfﬁgurations into their evaluation of -

i

program efficacy;f
L S

Viil. -Can a student perform a skill without directions to do so ” .

-

from persons in authority?

1

IndiviguaIS'labéled severely handicapped are often referred to as

“externél}y controlled. That is, persons in authority usually tell them '

what skills to perform; how and when to perform the skills; if fhey
perform the skills cogrectly or incorrectly; if they perform the skills
incorrectly how to rectify the errors, etc. While responding appropri-

By _ ately to specific cues provided by'persons in authority is the responsf- P-
bility of all adults, there are situations in which performance is
crucial ‘but in which persons’in authority are not present. In such

situations it appears that severely handicapped students are parti' - »
. larly deficient and therefore quite vulnerable. One way to compensatp
. - 1 3

for such a deficit is to teach specific skills, and then insure that

L]
—~

. those skills can be performed appropriately across environmental con-
. N ¥

figuraéions'without specffic verbal cues bédng provided by persdns in - .

authority. Perhaps tﬁé folléwing will elucidate.
There are situations in whiéh it is appropriate for individuals to

‘make a specific response to a specific cue provided by-é person in -

+
.

-authority (e.g., folléwing a list of verba} directiohs; recording the

= - - “food ‘order of a customer in a restaurant). There ds little doubt that

LN

" severely-handicapped students can vauird'such skills and that such

~

skills have enormous functional value. However, in these situations
. ‘j |

3 -

A R : )
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. . t
persons in.authority are continuously providing the reievant cues to ’

A

respond. Obviously, such cue-response relatfionships are appropriate .in

.

some situations, but extremely inappropriat in others in- that extra-

ordunary dependence upon the cues of other in authority is fostered,

" and persbns in authorlty are in effect detbrmining all rcspoﬁies.

. -~
- - L4

There are also situations in which i ls appropriate for indi-

viduals to make a series of responses to only ane cue provided by a
person .in authority (e.g., '"Change the tfire;" '"Make the salad;" ''Start

orklng'” ”Clean the tables”) There 4% little doubt that severely

handlcapped students can acquire such rkllls and that such SkIIIS also

’have enormous functional value. . Howev r, here also persons in autiority
) »

: , are providing at least the initial cugs to respond and the problems

-

oo delineated above may be attendant.

4 Undoubtedly there are thousands jof situations in adult hood whici
: B
require responding specifically to verbal or other cues provided by

persons in authority. ;However, therc are.also situations which require
) that adulte:engage in a response or series of responses in the absence
W of cues to respond provided by perscns in authority fe.g., when a person
s presented with a burning sofa; when a pcrson is alonc and cuts a
finger; &hen a person, is Ione!y or lost; when shopping for food or
clothing). |f a person responds appropriately when perséhs in authority
\
are.not-providing spccific cues to respond, that person may be consirued

as manlfestlng self-initiated performance skills. Ouviously sel f-

initiated performance skills are crucial to the indegpendent functlon|ng

‘Qf severely handicapped students. ) .

‘ AAESPH REVIEY September, 1975 lIssue One: Vol.
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Finally, there are situations which require that a person engage in
: ) : £

a series of responses, evaluate the correctness of the responses, and,
if necessary, corréct mistakes without being verbally cued by an author*

VA - ity figure. For example, if a person is confronted with a burningvsofa;

-

‘he/she might smother: it with*J\iifow rug, check to see if_it is,sti|l
smoking, anq ff ngqgssary, pour water on'fk.

It has been our experience thatrmany classroom activities dijigned
for severely handicapped students have not included manipulations that

allowed the students to: a) pérform skills in the absence of cues

, provided by persons in authority; and b) evaluate and, if necessary,

: correct errors.
’ : W/ o
‘ ~ Thus, are suggesting here that teachers determine if it is

appropriate for a particular skill to be performed without specific cu:s
.to do so prgvided by persons in authority. If so, teachers should

arrange for such perfo}mance. In addition, if it is appropriate tqat 2

RN . v . .
i , .student perform a series of responses, evaluate the responses, and .if

* necessary, correct errors; then teachers should also arrange for such

performance.

In the recent past‘the writers and their colleagues have made

. attempts to teach severely handicapped students the skills necessary to
"initlate responses or a series of responses; to evaluate the correctness .
\ ;
‘ ; .
of the responses made, and if necessary, to correct errors with few if

any cues provided by persons in authority. Such skills are referred to

, he}évasvself-regulation skills. Nietupski and WIlliams_(l9Zh)-conceived

AAESPH REVIEW ' September, 1975 - Issue One: Vol. 1
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‘ o? rudimentary self- reguiatlon skiiis as consistlng of at ledst four .

I"‘ 7
e s

Basic.steps:

| o
-

1. vDeteoting or defining the_ta.*." £
. : . . ) - i .
2, Arriving at alternative waggito;compiete the task ‘;;3~:;r7--~%*L
3. Implementing an aiternative: e LR
. ! - L e //, if the taSk is not
L, Assessing the outcome of the aite?native correctiy compie!td
» o 2 . \\\‘lf taskecorﬁectiy
‘ o e 5. : completed end., task,

In the Nletupskl and WLliiamg ¢1974) paradlgm ‘students may faii to/~

. a) tﬁéy'do not seif-reguiatq steps in

Seif-reguiate responduﬁg because.
?-'»
the self- reguiatlon sgrategy, b) fhey fali to de;ect or define the task'“
A I
c) they fail to’ arrbVe at én,approprjate,way to complete the task d)

N & 4 & .
-they faii to imgjement an gppropriaje/;iternative, pr a) they Pali tb ;7
¥

. 7 ’ SR
evaluate the dutcome correctfy.- % S e

- - 4

. . P” . N nl" -
. R § - wﬁﬁgugges%ed here that self- reguiatgLn may be lneorporated ihto

K
a currucuium forxsevereiy handicapped sg§gents as fdiiows. When a sﬂiii
- "'d-—'d

is taught,,if practical ghe stﬁdents,sh uld be rcquired to ipitiate all.’

L

components of the self- regulation strategy tq~compiete tasks reJated to.

¥ * " B
. . that skill without verbai cueing from personé in authority. Eor exampieJ ) u
. . N o
_If students are acquirlng Skills reiated ta éooking, they should be _Q o

required to initiate ﬁhe prepaﬁation 3f their own meais withoGt verbal

cueing from authprity flgures. Stated another way, whenever a new skill

3

is taught the students shouid be required to compiete tasks reiated to

+
ke the skill, generate aiternatnve ways of compieting the task, impiemont }
. an alternative, and gheck the appropriateness of the alterpative imple- ' ~i
o ’ ) . 3'
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] mented. Seif@reguiatlon strategles shouid not be taught as segmented or

’ which.students-particlpate. .

'Lé approxlmate the iongitudlnai obJectiVe of independent adult functioning.

' component is in need of further eiaboration and ref:nement and methods

. nents when attempting*to teach ald skills mlght be impractlcai and

‘ate skiiis without specific direction to do so, we-will.more ciosely

." A
‘ operationaiiZed. The'possibliity exists that adherence to,aii compo-

bably be rejected, some will bg expanded, and others will be added.

< hd
v
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ry 4 < v ] ) Cae , [ .
. - - . - Vi .

C . .
e . ® . . X .

o ° - : e
.

. . .
lsolated curriCulum eptitnes but as integral parts of all actuvutles in .

r
[

~

.o : £ " . '
‘ Hopefully, if educators.in conjunction with parents and other

C oy < -

concerned persons\can.teach students to perform situationaiiy appropri-

-

‘Y +
o -

;“t)g
Sdmmarz o N o

- B o -~ . ' . ° Y .
' . - - ”

¢ Severai basic @omponents of instructional programs for severefy '

handlcapped students were deiineated and descr|bed ObviOusiy, each

Y at

of incorporatlng them 4into iongitudinal curriculum sequences must be

irreievant. However, 1t hes been our unfortunate experijence to observe u

»"

dtddents Fall because we did not systematicaiiy consider and accommodate .

. . <t r . . \ ' 1"
to relevant instructional variables. Perhaps if teachers absorb é%

“\

ieast the components deﬁineaoed into their.educational services, the .

general skill repertoires of the students in their charge will be en-
-

hanced substantiaiiy;" . .

“

\\/ynvadditjon, it should be noted and emphasized that-there.ls a0 - . .\

‘re

doBibt that the %ggsion of an instructional program offered here will

evolve intoba,differentyform in the future. Some components W|li pro-

. a
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‘Hopefully, what happens to this version will be a function of increased
. awareness ‘'of the students we are attempting to serve.

)
-

! . . . " o - - ’
&

F'nal]y, teaching technologies and, other information related to the .

provnslon of the best possible educational services to severely handl-

>capped students are in the initial stages of development. On the other .

9 f

hand, educators throughout the 'nation are being asked, ordered, or

//L voluntarily striving to provide educational services to sgch students.
. N

When such an information/service gap exists, ‘frustrations ahglfailﬁres

. > oy .
are inevitable. Hopefu\ly, through the collective efforts of many

persons from many orlentatnons and disciplines we will be able to demon-

v .

Sy

strate in the near future that comprehensive, dongitudlna&, and qua}ity
educational services can be generated and .those services will result tin

. . R N Y . ‘/l ’ . . b
substantial developmental changes in the functioning levels and ultimate

Ilfe styles of citizens who at least for the moment; are referred to as'

I} .

severely handncapped

™

»~ . ' .

i " . 14

5The reader interested.in securing information concerning the materials,
e references, >qurr|culum sequences, etc. referred to in . this paper is
Y o - -‘Enceuraged to write Dr. Lou Brown, 427 Education Building, University
-of ‘Wisconsjn, Madlson, Wisconsin 53706. Some materials will be sent
‘free of charge. If there is a charge the reader-will be referred
to the appropriate venddr. . :

]

, o . .
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